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Two issues relevant to competency-based teacher training were investigated-the speci-
fication of acceptable implementation levels for validated techniques and the necessity
and feasibility of providing training on those techniques. First, a descriptive study was
conducted to collect data on two direct-instruction teaching techniques-rate of presen-
tation and signalling-that have been demonstrated to be functionally related to child
performance in earlier studies. Data collected on 13 teachers, who received intensive
preservice and inservice training, were then used as a standard for comparison in a
multiple-baseline design across three untrained teachers to evaluate the effects of train-
ing on the two techniques. The experimental study served to determine whether training
on the two techniques was necessary; and, if training was necessary, whether a training
package, including supervised practice, unsupervised practice, and self-critique, would re-
sult in adequate implementation levels for the two techniques. Low implementation levels
during baseline for three untrained teachers indicated that training was necessary. With
training, all teachers increased their levels of appropriately signalling pupil responses and
accelerated their rates of presentation well above the levels of the comparison standard.
Observations made one week and again four weeks after training ended showed that
performance levels achieved during training were maintained.
DESCRIPTORS: teacher behavior, inservice training, rate of presentation, antecedent

events, signals, teacher trainees

Recent legislative and social emphasis on ef-
fective educational approaches has stimulated
considerable research into instructional variables
that contribute to academic achievement. In a re-
cent literature review on classroom teaching of
reading and math to primary-grade students
from poor families, Rosenshine (1976) reported
that instruction time, content covered, composi-

1The authors wish to thank the teachers and aides
at the Preschool for Multi-handicapped Children and
Robert H. Schwarz, Director, Center on Human De-
velopment for their cooperation. Additional thanks
are extended to Wesley C. Becker for his assistance
in the preparation of the manuscript and to Susie
Schachat and Nancy Prill for their capable assistance
in data collection. This research was supported by
grant number G007507234, Training, Management
and Research Support for Follow Through Districts
(Engelmann-Becker Model).

2Reprints may be obtained from Douglas W. Car-
nine, Teacher Education, Follow Through Project,
University of Oregon, Eugene, Oregon 97403.

tion of work groupings, type of teacher ques-
tions, type and number of student responses, and
adult feedback are variables that correlate posi-
tively with achievement. Rosenshine labelled
the procedures associated with academic achieve-
ments as the direct instruction model (sometimes
called a structured approach). The recent evalua-
tion of Follow Through, the largest educational
experiment ever conducted, supports these con-
clusions.

Abt Associates (1976), in reporting on 4-yr
Follow Through effects, stated that the DISTAR
direct instruction model has largely achieved the
goal of raising the average achievement of eco-
nomically disadvantaged Follow Through chil-
dren to a level comparable to that of their mid-
dle-class peers. These results are consistent with
other reports on Follow Through data (Bate-
man and Carnine, 1977; McDaniels, 1975; Stall-
ings, 1975) as well as evaluations conducted in
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other settings (Kim, Berger, and Kratochirl,
1972; Science Research Associates, 197 1). While
these findings support the general effectiveness
of the direct instruction model with respect to
teaching academic skills to economically disad-
vantaged children, examination of the specific
components responsible for the desired outcomes
is just beginning.
A formative analysis, or process research pro-

gram, has been initiated within the context of
the DISTAR direct instruction model (Carnine,
1976; Cowart, Carnine, and Becker, Note 1;
Siegel, 1977). The results suggest that several
direct instruction techniques, such as the use of
signals for eliciting group responses and rapid
pacing of teacher questions, are functionally re-
lated to children's academic performance in the
primary grades. Signals are considered valuable
in group instruction because they may serve as
discriminative stimuli and increase the occur-
rence of attending and responding. Teachers also
use signals to delay responses from higher-ability
children until slower children have time to for-
mulate an answer. This delay allows all students
to initiate a response, not just the higher-per-
forming students.

Cowart et al. (Note 1) evaluated signals fol-
lowing an ABAB design with three groups of
students. The first group consisted of three pre-
schoolers who received small-group instruction.
When signals were used, 89% of the tasks (com-
bined across both signal phases) were responded
to as a group; when signals were not used, the
per cent dropped to 60. Mean attending was
82% with signals and 57% without signals. In
the other two groups, second graders received
instruction as an entire class rather than in small
groups, and signals were less critical. The com-
bined mean for responding (both groups across
both signal phases) was 81% with signals and
64% without signals. The combined mean for
attending was 55 % with signals and 39% with-
out signals. Siegel (1977), and Siegel and Rosen-
shine (Note 2), reported that the use of signals
for group responses in small-group instruction
was positively correlated with student achieve-

ment. In one study involving 10 groups of five
students each, the partial correlation between
the use of signals and student performance on a
criterion-referenced test was 0.83. In the second
study involving 24 groups, the partial correla-
tion was 0.67. Both correlations were significant
at the 0.005 level.

Rapid pacing (rate of presentation) not only
increases the quantity of material that can be
taught in a given period, but also maintains
child attention to the instructional stimulus. Car-
nine (1976) compared slow and rapid rates of
teacher question asking in small-group reading
instruction and found that a rapid presentation
(minimizing the elapsed time between questions)
resulted in less disruptive behavior and a larger
percentage of correct letter and word identifica-
tions.

Before research findings such as these may be
used to design competency-based teacher training
programs, adequate levels of technique imple-
mentation must be described (and quantified)
and procedures for training teachers to achieve
those levels must be established. Rather than
using the implementation levels from the previ-
ous studies as criteria, a comparison standard
based on teachers in training was selected as be-
ing more representative of implementation that
might be achieved in practice. Thus, in the first
study, data were collected on classroom teachers
who had just received intensive preservice train-
ing and were currently engaged in inservice
training in the direct instruction approach. These
data provided a standard of comparison for eval-
uating the necessity for and the effect of training
in an experimental study with additional teach-
ers.

The present evaluation model was an adapta-
tion of the model used by Walker and Hops
(1976), in which peer data were used as a stan-
dard for evaluating treatment effects on children
who exhibited low levels of appropriate class-
room behavior during baseline. By establishing
a quantitative standard, the experimenters were
able to evaluate treatment effects, not only in
terms of changes within the treated subjects, but
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also in terms of the magnitude of those changes;
i.e., did the treatment result in the subjects ex-
hibiting an adequate level of appropriate class-
room behavior? Similarly, in the present
descriptive study, data on implementation levels
provided a standard of comparison for the evalu-
ation of the magnitude of changes that occurred
as a result of the training conducted during the
experimental study. Without such standards, the
evaluation of the behavioral significance of an
increase in the targeted teacher behavior be-
comes arbitrary.

The teacher-training procedures in the present
studies were also used in earlier studies (Hor-
ton, 1975; Rule, 1972; Saudargas, 1972;
Thomas, 1971). The present training focus was
on events antecedent to pupil responses, rather
than on consequent events. A demonstration of
the effectiveness of the teacher-training proce-
dures that modify antecedent events would ex-
tend the generalizability of the training proce-
dures.

In summary, the descriptive study and the ex-
perimental study were designed to answer two
questions. First, what is the classroom standard
or level of implementation for the signalling and
rate of presentation techniques? Second, is train-
ing (beyond reading the teacher manual) neces-
sary and, if so, functionally related to naive
teachers reaching those implementation levels?

DESCRIPTION OF A STANDARD
FOR COMPARISON

METHOD

Subjects
Thirteen students enrolled in teacher-training

programs at the University of Oregon served as
teacher trainees. The program included practi-
cum training in the use of the DISTAR instruc-
tional materials for teaching reading, arithmetic,
and language, and the teaching techniques as-
sociated with those direct instruction systems.
None of the teacher trainees had previous teach-
ing experience with the programmed materials
or the specific teaching techniques.

SETTING

The trainees taught small instructional groups
of five to 10, first- or second-grade children in
public-school classrooms. Engelmann-Becker
Follow Through staff, who were trained in the
supervision and use of the DISTAR materials,
supervised the teacher-trainees. Typically, the
instructional setting consisted of the children
seated in chairs, in a semicircle, facing the
teacher-trainee.

Materials
The DISTAR materials used in instruction

included the teacher presentation books from
Reading I, Reading II, Arithmetic I, Arithmetic
II, and Language I, and the individual work-
sheets that accompanied each of the lessons in
the reading and arithmetic programs (Engel-
mann and Bruner, 1974; Engelmann and Car-
nine, 1975; Engelmann, Osborn, and Engel-
mann, 1970).

Training Procedures
The training procedures consisted of two

mornings of preservice workshops and continu-
ous inservice training. During the preservice
workshops, the programs were described, the
programming rationale given, and the teachers
role-played teaching the programs. During the
role-playing practice, teachers were instructed
on critical teacher behaviors, such as reinforce-
ment techniques, use of signals, maintaining ac-
ceptable rates of presentation, and small-group
management procedures.

Setting
The inservice training consisted of two com-

ponents: (a) inservice workshops, and (b) su-
pervisor observation. The inservice workshops
were conducted once each week and included ac-
tivities to prepare the teachers for upcoming
changes in the teaching formats, advanced direct
instruction skills, and individualized training fo-
cusing on the special needs of individual teach-
ers. (For the preservice, inservice, and supervisor
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observation procedures, see the training manual
by Carnine, Witcher, and Haddox, Note 3.)

Typically, the supervisors observed each of the
teachers in the classroom setting twice each
week. These sessions allowed the supervisor to
observe each teacher and to demonstrate tech-
niques that the trainee needed to use. At the
end of the observation session, the supervisor
provided the teachers with a written assessment
of their performance, which included a written
prescription for specific skill deficits.

Measurement
The mean number of seconds per task and the

per cent of appropriate signals were the depen-
dent variables.

Trained observers collected data on each
teacher-trainee at least twice each week, at
times when the teacher's supervisor was not
present. Observers positioned themselves for a
clear view of the children and the teacher by
usually sitting to the front and one side of the
group. Since the classrooms were frequented by
visitors as well as by the supervisors, the chil-
dren were accustomed to being observed.

At the beginning of each observation session,
the observers completed the information at the
top of the rating form, carefully noting the time
when the teacher-trainee initiated the first
teacher presentation unit. An event-recording
method was used to record the occurrence of a
task and the occurrence of an appropriate signal.
As in the Carnine study (1976), a teacher pre-
sentation unit or task was defined as the follow-
ing temporal sequence of events:

1. The teacher-trainee presented the appropri-
ate stimulus material either verbally or by
holding the stimulus in view of the chil-
dren in the group.

2. At least one child emitted a task-appropri-
ate verbal or motor response (or all of the
children failed to respond) in the presence
of the stimulus.

3. The teacher-trainee consequated the re-
sponse either with social reinforcement, a

correction procedure, or by initiating the
next teacher presentation unit.

At the end of the observation session, observers
recorded the elapsed time for the session (the
time between initiation of the first teacher-pre-
sentation unit and completion of the last teacher-
presentation unit). The elapsed time (in seconds)
of the observation session was divided by the
number of tasks recorded to provide a measure
of rate of presentation (seconds per task). Ses-
sions were designed so that students did not leave
the group during instruction, nor did other stu-
dents intrude.

During each observation session, the observ-
ers also recorded the occurrence of each appro-
priate signal for the group to respond. When
the task required the teacher to signal the chil-
dren's response with a hand signal, the signal
had to be made in a clear crisp motion, allowing
approximately 1 sec between initiation of the
signal and its completion. In cases where hand
signals were not appropriate for the task (e.g.,
when the teacher was using both hands or the
children were reading and could not watch for
a hand signal), the teacher used voice inflection
to signal for responses. If the teacher initiated a
signal that did not meet the above criteria, it was
scored as an inappropriate signal.

Interobserver reliability was assessed on 76
different occasions. Since each teacher-presenta-
tion unit or task represented an opportunity to
observe an appropriate or an inappropriate sig-
nal, the reliability of the observers on the appro-
priate signals measure was calculated by dividing
the total number of teacher-presentation units
where the observers agreed that an appropriate
signal occurred by the sum of the units where
the observers agreed and the units where the
observer disagreed, multiplying the quotient by
100. Reliability of the rate-of-presentation mea-
sure (seconds per task) was calculated as in the
earlier Carnine (1976) study: a Pearson r was
calculated for the seconds per task as calculated
from each observer's recordings each session.
Mean interrater reliability was 84% for ap-
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propriate signals, and r = 0.90 for seconds per
task.

RESULTS AND DIscuSSION
Figure 1 shows the mean per cent of all sig-

nals that were recorded as appropriate signals,
averaged across the four to seven teacher-trainees
observed each session, after the preservice train-
ing workshop (a period of about nine weeks).
Figure 2 shows the mean number of seconds per
task, averaged across the same trainees, for the
same session. The teacher-trainees averaged
73.5 % appropriate signals and 8.5 3 sec per
task. These data, when compared to those re-
ported by other experimenters who have investi-
gated the effects of direct instruction techniques
on child performance (Carnine, 1976; Cowart
et al., Note 1), represent a moderate level of
implementation; e.g., closer to the 5.0 rapid rate
in the Carnine study (1976) than the 14.2 slow
rate.
A closer inspection of the data reveals an

outlier in the per cent of appropriate signals
(Figure 2). The data point for the first session in-
dicates an absence of appropriate signals. This
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data point is probably unrepresentative, in that
the teachers were being observed the first time
they taught, they were being introduced to other
personnel in the classroom, to the students, and
to the schedule, and the observers were being in-
troduced into the classroom. Other than the data
point for this atypical session, the signalling data
were fairly consistent over time. The rate of pre-
sentation data indicates a slight trend toward a
more rapid presentation, which would be ex-
pected as the teachers became acclimated to the
program and the classroom.

TRAINING STUDY
METHOD

Using the levels of implementation described
in the prior study as a comparison standard, a
second study was designed to examine proce-
dures for training a teacher and two aides to
achieve these levels of implementation for ap-
propriate signals and rate of presentation.

Subjects
One classroom teacher and two classroom

aides, who had not been trained in the DISTAR

)erimental

20 25 30 35

SESSIONS
Fig. 1. Pre-experimental data: mean per cent of appropriate signals for 13 teachers.
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Fig. 2. Pre-experimental data: mean seconds per task for 13 teachers.

Reading I program or in any direct instruction
techniques, served as the teachers. The classroom
teacher was an employee of a local education
agency, and the classroom aides were enrolled
in a teacher-training program at the University
of Oregon. The classroom aides received uni-
versity credit for participation in the evaluation
study; however, credit was contingent on partici-
pation and not on levels of implementation or
child performance. Each teacher taught DIS-
TAR Reading I (Engelmann and Bruner, 1974)
for 20 min each day to one group of three to five
children, in a classroom for developmentally
delayed and nondelayed children.

Setting and Materials
All of the training and teaching was con-

ducted in small instructional groups in class-
rooms at the Center on Human Development, a

facility designed to accommodate multiply-hand-

icapped students. The first teacher taught a

group of four, nondelayed children, aged 3 to 4
yr, from 9:40 to 10:00 a.m. The second teacher
taught a group of five nondelayed 4-yr-old chil-
dren from 9:40 to 10:00 a.m. And, the third
teacher taught a group of 4- and 5-yr-old devel-
opmentally delayed children (three Down's syn-
drome and one moderately language delayed)
from 10:00 to 10:20 a.m. Small-group arrange-
ments and supervision were comparable to the
conditions in the pre-experimental study.

Experimental Design and Measurement
A multiple-baseline design (Glass, Willson,

and Gottman, 1975) was employed to assess
treatment effects across the three teachers. The
multiple-baseline design was chosen because:
(a) the behaviors under study were not consid-
ered to be reversible, (b) training resources re-

quired that the sample size be limited to three
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teachers, and (c) terminal program objectives
(i.e., reading instruction) were not compatible
with a reversal design.

Measurement. The same measures that were
collected in the previous study were collected
daily in the present study. Data were collected
from both videotape recordings and on-site ob-
servations. On-site observers recorded data while
viewing the small-group instruction through a
one-way window. The videotape recordings of
the small-group instruction period were made
and rated by the observers later the same day.
Since two teachers taught during the same pe-
riod and only two observers were available, video
observations allowed for frequent reliability
checks on all teachers.

Percentage agreement and Pearson product
moment correlations were used to summarize
interobserver reliabilities. The reliabilities in the
baseline phase for appropriate signals and sec-
onds per task were: 75 % and r = 0.99 for
Teacher 1, 74% and r = 0.95 for Teacher 2,
and 81% and r = 0.99 for Teacher 3. Reliabili-
ties in the training phase were 87% and r
0.99; 86% and r 0.99; 96% and r = 0.99
for the three teachers respectively.

Procedures
Three days before the first day of observation

and teaching in the baseline phase, the teachers
were instructed to read the Teacher's Manual for
Distar Reading I (Engelmann and Bruner, 1974)
and to familiarize themselves with the teach-
ing materials. Although no training was initiated
during the baseline phase, the teacher's manual
did discuss signalling and rate of presentation.
The teacher's manual was the only source of in-
formation on teaching techniques available to
the trainees during baseline.

The content of training focused on: (a) the
physical arrangement of the setting to optimize
participation and reduce distractions, (b) appro-
priate use of signals, (c) format practice, and (d)
increasing the rate of presentation.

Three training procedures were employed to
achieve these goals.

1. Modelling. The modelling procedure re-
quired that the teacher engage in 30 to 45 min of
practice each teaching day under the instruction
of a supervisor from the Engelmann-Becker Fol-
low Through staff. During this period, the super-
visor demonstrated appropriate signalling and
rate of presentation and required the trainee to
practise the skills in a role-playing situation.
Throughout these exercises, the supervisor
pointed out areas of skill deficit and attempted
to correct deficits by modelling appropriate be-
haviors and differentially reinforcing successive
approximations to the target behaviors.

2. Practice. The practice procedure consisted
of an assignment of specific practice exercises.
The practice exercises were to be completed by
engaging in an additional 30 to 45 min of skills
practice, at the convenience of the teacher, but
before the next teaching day. Any time during
training that the small-group performance data
or the teacher's performance during modelling
sessions indicated that the trainee had not en-
gaged in sufficient practice, additional modelling
sessions were scheduled. (Additional modelling
sessions were required on only one occasion.)

3. Feedback. This procedure required that
the trainee view videotapes of herself, recorded
during small-group instruction. The teacher was
instructed to view the tapes and code her behav-
ior on the same form the observers used.

RESULTS

Figure 3 shows the performance data of each
of the teachers on the appropriate signals varia-
ble in each phase of the experiment. These data
points include both videotape and on-site obser-
vation. The observed changes in mean perform-
ance from baseline to training were 23.2% to
92.49% for Teacher 1, 26.1% to 97.5 % for
Teacher 2, and 28.9% to 95.7% for Teacher 3.

Figure 4 shows the performance data for each
of the teachers on the seconds-per-task variable.
The observed changes in mean performance
from baseline to training were 15.6 to 8.5 sec
for Teacher 1, 15.8 to 6.6 sec for Teacher 2, and
17.4 to 6.3 sec for Teacher 3.
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Also shown in Figures 3 and 4 are mainte-
nance data collected five sessions and again 20
teaching sessions after training terminated. The
maintenance data indicated that the three teach-
ers were signalling appropriately and presenting
tasks at levels comparable to those evidenced at
the end of the training phase. Teachers 1 and 2
maintained 98% or better appropriate signals
and Teacher 3 performed slightly better than
90% appropriate signals. Rate of presentation
averaged 6.0 sec per task for Teacher 1, 6.8 sec
per task for Teacher 2, and 6.0 sec per task for
Teacher 3.

Child achievement data were collected by ad-
ministering the reading subtest of the Wide
Range Achievement Tests (WRAT) four
months after the training study terminated. The
WRAT data showed that all but one of the 13
children gained at least the expected six months
in grade equivalent, and two made gains of 2 yr
or more.

GENERAL DISCUSSION

Although the overall effectiveness of the di-
rect instruction model and some component
teaching techniques had been demonstrated be-
fore these studies, quantitative standards for
evaluating program implementation or training
were not available. In the present research, the
performance of intensively trained teachers was
monitored and used as a standard against which
the performance of untrained teachers was com-
pared, both before and after training. For signals,
the comparison standard was 73.5% appropri-
ate signals; for the untrained teachers, the base-
line mean was 26.19%. For rate of presentation,
the comparison standard was 8.5 sec per task;
for the untrained teachers, the baseline mean
was 16.3 sec per task. The contrast between the
performance of the trained and untrained teach-
ers indicated that simply reading about signal-
ling and presentation rate in the teacher's guides
did not result in adequate technique implemen-
tation; that is, direct training was necessary.

A closer inspection of the data, however, indi-
cates that this conclusion needs qualification.
Teacher 3 signalled appropriately more fre-
quently beginning in Session 27, before the in-
tervention began. Possibly, the signalling behav-
ior of Teachers 1 and 2 would have improved
without training, if training had been delayed.
This possibility suggests that signalling improves
as a result of practice, with or without training.
For example, Teacher l's signalling behavior
improved somewhat during baseline. Similarly,
Teacher 2's rate of presentation improved
slightly during baseline.

Another question concerning the necessity of
training involves Teacher 2, who exhibited a
high level of appropriate signalling during the
first three baseline sessions. Although all post
hoc explanations (including this one) are sus-
pect, we feel that two factors contributed to the
teacher's performance on those three sessions.
First, the teacher had observed the signalling
procedure in a class on direct instruction. Second,
the novelty effect of a new teacher on young
children often produces a brief "honeymoon ef-
fect" in which management problems are mini-
mal. Our interpretation is that since Teacher 2
was somewhat familiar with signals, she used
them consistently until management problems,
many of which resulted from trying to get the
children to respond to the signal, became too dis-
ruptive. During the first three sessions of base-
line, Teacher 2's presentation rate became pro-
gressively slower as she attempted to require the
students to respond when she signalled. In the
fourth session, she gave up on signals and
speeded up her presentation.

Even with the qualifications necessitated by
the signalling behavior of Teachers 2 and 3, the
present data indicate that the training interven-
tion produces clear and immediate effects and
that the resultant implementation levels exceed
those of the comparison standard. After training,
the occurrence of appropriate signals was
95.2%; the comparison standard was 73.5%6.
The rate of presentation averaged 7.2 sec per
task; the comparison standard was 8.5. The 7.2
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sec per task was comparable to that of the rapid-
rate condition in the Carnine study (1976). The
posttraining changes, the favorable comparison
of the new levels with the standard, and the
maintenance data all indicate that training is
feasible.

Although modelling, practice, and feedback
have been investigated in other studies (Horton,
1975; Rule, 1972; Saudargas, 1972; Thomas,
1971), the present study has extended the gen-
eralizability of the training package to new
teacher behaviors. These behaviors are unique,
not only because they set the occasion for pupil
responses as antecedent events, but also because
they occur at a much higher rate than teacher
behaviors trained in the previous studies. Pre-
sentation rate and appropriate signals involve
events that occur every 3 to 5 sec, a rate seldom
approached in the training studies that focused
on consequences.

The study raises several questions that require
further research. Especially important are a set
of questions related to cost-effectiveness. How
much improvement in technique utilization can
be attributed to training (and not to unsuper-
vised practice)? How does this improvement
translate into effects on child achievement? Do
these achievement effects justify the training
costs? (The present study did include a time-
saving component that has been incorporated
into the direct instruction training program at
the University of Oregon-self-critique. While
it appears that teacher critiques of audio or
videotapes cannot replace supervisor observa-
tions and demonstrations, they do reduce the
need for supervision.)

The questions about cost effectiveness suggest
an extension of the present study to include mea-
sures of child performance directly related to
training. Achievement gains reported in the pres-
ent study indicated that the instruction produced
acceptable gains; however, the data were not col-
lected so that achievement gains could be par-
celed out according to the contribution of teacher
training. Measures of child performance are also
needed in future research to ensure that the

levels identified for the comparison standard are
functionally related to child behavior.
A third research question concerns the extent

to which different standards are needed for vari-
ous curricula and classrooms. Although Walker
and Hopps (1976) established a restricted com-
parison norm for students' behavior in a specific
classroom, Stallings (1975) discovered a great
deal of commonality in technique implementa-
tion across subject areas and school districts
using the direct instruction program. Future re-
search should seek to determine how standards
change as a function of curricula, grade level,
and individual student characteristics.
The present findings, combined with those of

Siegel (1977), who found that training teachers
to correct appropriately child errors is necessary
and feasible, provide a limited set of empirically
validated teaching techniques and training pro-
cedures. As research on teaching techniques con-
tinues, the set of effective techniques will ex-
pand. The notion of a set of techniques is critical
because it discourages the teacher educator from
training on only one or two techniques (such as
signals and pacing) and encourages the teacher
educator to consider possible interactions among
techniques. For example, we suggested that
Teacher 3's emphasis on signals before receiving
training slowed her presentation rate. Brophy
and Evertson (1976) summarized the notion of a
set of techniques in their teacher effectiveness
research as follows:

"Effective teaching is not simply a matter
of implementing a small number of "basic"
teaching skills. Instead, effective teaching
requires the ability to implement a very
large number of diagnostic, instructional
managerial, and therapeutic skills, tailoring
behavior in specific contexts and situations
to the specific needs of the moment." (p.
139)
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